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What v;ouid an adult say to a presahool cl.ild v-a.v -^3 
arrjther child, or grabs a toy, or cries. "Kevin, I :;r.j./ yau 
^t:ei angry at Paul, but I can't leu you hie hiiT.'', or "Paul 
cic>abn*t like to be hi!:," They might explain why the behavior 
iz unacceptable, "You can't hit Paul, because you raicht hurt 
hin.*' ror the more inhibited child a teacher migh. surge:;^ 
''Tanya would like to play too," or "I-Iaybe sho coula ba una 
lj?by/' or "Kelp paci: the suitcase." 

We believe these techniques have serious lLT.J.ta":iGn3 i^: 
o:u-''s goal is to help the child develop more effective v/ays of 
handling personal and interpersonal problems. Instead of doing 
ch3 thinking for the child, we believe that if the child could 
thi:ik for himself, specifically, of ways to solve hxs ov/n 
.untarparsonal problems, that he xvould be better able to ccpe 
--^.anifest this in changes in overt behavioral adjuscr.ant. 

In order to achieve this level of overr functioung, the 
Id r.u3^ first have :^astery of certain specific ol^ner.ts of 
1 .a :':aqe and cognition needed to solve proble.ns^. and h.: ^^.ujc be 
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iiio jLudy ^^^-oiioateu today x.: thct l:hxr;l cn.l r\c^.6'^ co. ;proricj:.i: ivo 
ih i o'_»ries of training pro^rainfj carried out v;ita four-year-old 
"innor city" youn^Gtoro h^re in Philadelphia. Th- pro :ran 
is bar^-d on cur back-jround r.^soarch that shGv;s both ii-pulsive 
and inhiDited children deficient to their better adjusted class- 
ratcjs in ability to conceptualize 1) alternative solutions to 
real-liCe problems and 2) potential consequences to a given act. 

The children v;ere trained by their teachers who met with 
us v;eekly to learn and discuss the program. First I will describe 
the program, then the research design and results. 

Program Content and Rationale 

The underlying approach throughout this program is to 
teach children how to think, not what to think. The aim 
established early was to help the child develop a problem- 
solving thinking "style" that would guide him in coping v/ith 
typical everyday problems. 

Sequenced games and dialogues taught three levels of 
language and thinking that our research finds related to behavioral 
adjustment prior to training. The first level consists of games 
and dialogues to teach the concepts and, or, and not; same- 
different; happy-sad-mad; some-all; and if-then. While many 
of the children may understand these concepts, their constant 
repetition in the early games helped to establish their use 
v/ithin the framework of interpersonal relations. Unlike 
langu?,gc programs per so, theso -words were not tau-'j^^t as an 
end in themselves, but rather, to set the stage for their role 
in problem-solving thinking. 



I-rcbj-n-colvinq if for o::--ple, hj is Ic ipr^r-cL.iio why :;-r 

CO do sonothina in tho v-.^ry act of cl-ridin^: in favor o" so:;:-thi:\ ; 

0 1 S Cl • 

I'r. cjoinj to shov; you sot:; axcorpts fror. tlio proijran. 

[Slide 1] 

In teaching tv/o very important v;ord concepts "sane and 
different" the children performed various movements v/ith their 
bodies. Here the children are all doing the sane thing as in 
the picture. Sometimes a teacher v;ould lead and 

[Slide 2] 

sor.itines, a child. Then they would think of something different 
to do, such as stamp their foot. This game not only required the 
children to think about the words "same" and "different", but 
required they notice what other people were doing. 

After having mastered the word concepts we could then focus 
on the next level of the program, that of pre-problem-solving 
thinking skills. 

VJith an understanding of words that designate feeling, i.e., 
^'^??y/ sad, mad, it was possible to teach that differen t people 
reel differently, that feelings change and that there are ways 
to find things out — by listening, by watching, and by asking. 
Vhat everybody does not choose the sa: ;e thing is an important 
concept as young children frequently assume that other? would 
ciioose what they like, leading to scvaral possibio faulty con- 
c:1 usions in interpcrson.il relations. 



M^r*j 'J child was first askeci v;hat: hii \'.ou]:] cnooso. i-e 
chcj;:} "playing in th-j p^rh." Th^n h'^ ;;a3 ackcd v;hat i:^::alu 
::i'jht choose. Usually a child v;ould state the same thing he 
chose. iicre the children learned that "Donald" in fact chose 
beincj " sick-in-bed" because "Monrr.y brings r^e presents." 

[Slide 4] 

This picture was used as a review game. First che children 
v;ere asked "How does this girl feel?". Second, "How can you 
tell?" Third the children were asked v/hy she niqht have fallen 
off her bike. Though the children couldn't read they enjoyed 
"filling up the whole board" with lots of different reasons. 
This question was followed by "Who can think of a different 
reason?" Finally, the teacher asked for "lots of different 
v;ays to help her feel happy." 

The concepts of causality — "why-because" and of "might" and 
"maybe" became important throughout the prc-problem-solving 
lessons . These words could help to evaluate solutions in light 
of potential consequences to an act (i.e., "If I hit hin, he 
might hit me back") and to recognize that the effect of an act 
on another is never a certainty. 

After having mastered the v;ord concepts and pre-problcm- 
solving thinking skills, they were nov; ready for the games and 
dialormes that teoch interpersonal problem-solving thii;king, 
that is, solutions and consequences to an act. 
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[Slid- iij 

This child v/.^ntied to hcdd the puppet and is .ij'iuilly 
carrying out "his" id^a of "chaiigiri''-;" a.i a nrjans to :;oivo hij 
problen of gc ttmc; to hold the puppet. 

[Slide G] 

This is one of the lessons where the childrGr. wore asked 
••^Chat might happen next?" after each solution ^vds given. Here 
the problem is tHat the child at tre bottom of the slide 
won't get off and the child at the top wants to slide do:;n. The 
children were asked "How can the girl at the top get the boy 
at the bottorr to get off the slide?" On the left arc their 
ideas and on the right their thoughts abour: "Knat might happen 
next?" after each idea. Again, the children enjoyed "filling up 
the whole board" with different ideas. 

The total length of the program was 12 weeks. 

Dialogues using the "style" of the training program were 
used thiouqhout the day, always with the goal of guiding the 
child to make his own decision and evaluate his own ideas. 



Billy wanted a turn on the bike, and Michael kept riding 
^''^ it. Later in the program the concept of fairness v/as taught as 

one element in decision-making and the following dialogue^ took 
^ place. 

^JJ^ Teacher: Michael, is it fair for you to play so 

lonq v;ith the bilce and for Billy not to 
have any turn v/ith it? 
Michael : No. 
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Te ichL?r : ilo.v niqht Lilly lo*. 1 if yoj .1') r.jL 

lot hi::: piny? 
Michael : Sad. 

Teacher: What rr.ight happen if you do r.jit lot 

him play? 
Michael : He v;on't be my friend. 

Teacher: VJhat can you do to make hin foai happy 

so he will be your friend? Remember, Billy 
v/ants to ride on the bike. 

Mic hael ; (turned to Billy) Let's ride together. 

Teacher : Michael, how can you find out xf Billy 
likes that idea? 

Michael ; Billy, you want to ride with me? 

Billy : Yep! (and they went riding off together) . 

Although their final solution ended up in M^'chael's 
continuing to ride the bike, Billy was satisfied v;ith "riding 
together". Instead of ending up in dissatisfaction or frustration, 
the children felt warmly toward each other, and good about their 
own decision. 



Desiqn 

One-hundred-thirteen black children from ten classrooms 
(X age, 4.3), equally balanced for sex and IQ, received training. 
A comparable group of 106 Ss from ten different classrooms served 
as controls. 

Analyses revealed no pretest differences between tho training 
<-jnd coatrol group in any of the cognitive measures or in percentage 
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f/. cliiJif^iricI arj ndju::toI, i'v:?.;'.^ , <>r inhibited, 
by tlic^ir t^jaciiorL; ^lnd indepon Jl'jn t ly by their aidt'-s on :i 
i"'r>aiiied version of the Dc-./erou:-: Child Behavior Ratina S:;^le. 
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Tht results are presented with tha purpose or the trainincj 
progran an mind: to determine v/h^ather training cognitive inter- 
personal problem-solving skills could improve the classroom 
bijhavior and social adaptability of im^pulsive and overly in- 
hibited, fearful or withdrawn four-year-old Head Start (Get Set) 
children. 

The first question to be answered is v;hether a program 
designed to enhance the cognitive interpersonal problem.-solving 
skills of these youngsters did, in fact, increase such skills. 

The training program was found to significantly enhance 
ability to conceptualize solutions to a given interpersonal 
problem (p C.OOl) and potential consequences to a given act 
(p ^.001) . 

[Slide 7] 

This slide shows the increase in mean number of alternative 
solutions given as measured by our Preschool Interpersonal 
Problem-Solving, or PIPS test.* Each of the three training ba- 
havior adjustment groups gained in the number of alternative 
solutions given to hypothetical, but typical real-life problems 
significantly m.orc than their corresponding controls, demonstrating 
the cognitive effect of training for youngsters v;hethcr they 
b'.v.jan the program as adjusted, as impulsive, or as inhibited. 



* See reference 
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Civ-^n thst yoinaijtorrs '.;\tiiin each of tho three iniLiai 
:;C-*i)avior ad jus tr.ent qroups iiupcoved siqni f icancly above Lhoix" 
control group, it v;as of" interest to isk, v;ho recoiveci the mor;t 
bene fit f roin trainincj? Planned conparisions v;ore used to cxanino 
di rfercn tial effects anong trained youngsters as a function of 
how v/oll adjusted they v/ere at pretest. VHiile the inhibited 
gained slightly noro than the inpulsives, the difference in gain 
betv/een these two groups of trained children v;as not significant. 
Pooling the two aberrant: groups it was then asked whether 
^iberrant youngsters improved more than the adjusted and the 
resultant F was significant. 

[Slide 8] 

Though the absolute differences were less dranatic than 
for PIPS, the same statistical results occurred for the numbar 
of potential consequences to a given act in a problem-situation. 

These findings suggest that 1) v;hile all training youngsters 
gained in their ability to conceptualize both solutions and 
consequences, aberrant children who needed the program the most 
benefitted the most, and 2) training was equally beneficial to 
children initially displaying either impulsive or overly 
inhibited behaviors. 

VJith respect to behavior adjustment the training was clearly 
successful in improving the behavior of both impulsive and in- 
hibited youngsters when compared to thos'? in the control group. 
Of the 44 training youngsters who were judged impulsive in the 
fall, 22 or* 50 percent were classified as adjusted at posttcst. 
Sucli was true of only eight of 39 or 21 percent of the impulsive 
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.iVJZlLirs in U\o control cysn.ip, >\ cl i o^c-^cv? iaiii : ic^-:"l at tlio 
.01 level {X2^6^5f^^ df-1) . Of thn inhibitui yc r^-r.-, , 2 1 o:. 
23, or 7 5 percent in th.j training oroap v;erc r-itcd cidjuotCwl 
at posttcst as corr.pared to only six of 11, or 35 n.*rj?nt or' the 
controls {X^=5.39, df-1, p<.OI). 

V;hat the behavioral change neans is that youn-jsters 
beginning the program as impulsive become more able to v;ait 
for what they want, and less nagging and demanding. They become 
better able to share and take turns, and less easily upset in 
the face of frustration. 

Youngsters who started out inhibited, timid, fearful, or 
shy became more socially outgoing, better liked by their peers, 
and more aware of others. Tanya, who was never invited into 
the doll corner approached the group and gleefully offered, 
"If you need a fireman, I'm right here." One child shouted, 
"The house is on fire", and Tanya was in business. The teacher 
did not need to 'help". 

Probcbly the most important finding of this research 
project was the direct link established between change in the 
trained problem-solving thinking skills and improvem.ents in 
behavioral adjustment. The 43 training Ss rated as either 
"impulsive" or as "inhibited" (pre) and "adjusted" (post) 
increased in the number of solutions given and to a lesser extent^ 
consequences more than did the 29 Ss \-ho remained aberrant 
(t-6.78, df^70, P/.005; t=1.61, df-70, p= . 06 , 'onc-tai Icd^ 
respectively) . These findings support the contention that change 



-10- 



jMstnent. In light of Dr. Bronf cnnbr^nnor '.s sur-'-ry tlv.j oth.-r 
cl.y of intervention pro^rar^; to date, that t\vi prodorainant qoal 
h'i'-: been to raise IQ, I v;ant to enphasize chat our qo jl v:a3 to 
enhance cognitive real-life problon-solving skills as a mediator 
to behavioral adjustnent. We found that while IQ shov;ed a 
iuv/ but significant correlation to PIPS and Consequences before 
training, a significant portion of their relationship to be- 
havior adjustment was independent of IQ. The effect of training 
v/as independent of both initial IQ and change in IQ, concluding 
chat children with both low and high IQ v/ere able to benefit. 

C oncluding Statement 

If educators and clinicians have assumed that emotional 
relief would pave the way for clear thinking in a problem 
situation, this research has given support to the reverse 
idea, that ability to think through and solve problems night 
p?ve the way for emotional relief and behavioral adjustment. 

That the data have suggested the program may maximally 
affect those youngsters most in need of such intervention 
highlights both the potential therapeutic as v;eil as preventive 
significance of the procedures. A cognitively based program 
can well be included in the series of present-day preventive 
rTvencal health programs. 
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